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THE CURIOSITY AND 
POWERFUL LEARNING SERIES
The Curiosity and Powerful Learning manuals are designed 
for teachers and for school and system leaders who are 
embarked on a school improvement journey. The manuals 
describe how schools can lift student learning. The steps 
are drawn from practical experience, tested and refined in 
schools over time.
Three manuals are at the core of the series – The System 
and Powerful Learning, Curiosity and Powerful Learning, 
and Leadership for Powerful Learning. Together they 
explain how powerful learning is made real for our students 
through purposeful, specific changes in whole school 
culture, classroom culture, leadership, and teaching practice.
The series includes Curiouser and Curiouser and Models 
of Practice manuals which concentrate on precision in 
teaching practice. They stand as references for improving, 
planning, and monitoring professional practice, assisting 
us to get to the heart of the learning enterprise.
The manuals recognise that schools differ, and must differ 
in responding to their communities. Diversity among 
schools is cause for celebration, as is consistently high 
student learning outcomes in all schools. Each manual 
emphasises the collective endeavour essential to achieving 
curiosity driven powerful learning. Teachers work together, 
students become more adept at using curiosity as a 
learning resource, leaders communicate purpose and 
direction. We all monitor outcomes and adapt as we go. 
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We know that powerful is happening when our students are performing well 
academically and when they progressively improve their capacity to manage their own 
learning. Both outcomes guide our teaching practice. They are at the heart of the three 
Models of Practice manuals in the The Curiosity and Powerful Learning series.
Each manual presents two models of practice.
The manual The models of practice












Before embarking on a study of the models of practice 
it is important to set the scene for them. Like the other 
two Models of Practice manuals, this manual begins by 
explaining the purposes of models of practice and the 
evidence they rest on.
Incorporating a model of practice into your teaching 
repertoire is a shared professional task. We do it with the 
active support of our colleagues. It is a task that schools 
prioritise. They do so through structured opportunities 
for continuous professional learning, and by maintaining 
a school culture that promotes the conditions for practice 
improvement. 
Each Models of Practice manual includes the Self-
Assessment Tool: Classroom and School Conditions 
(pages xx-xx). The tool assists schools and teachers 
to monitor conditions that advance or impede great 
teaching and powerful learning.
USING THIS MANUAL
The Models of Practice manuals are practitioner guides. 
They are written with practical guidance in mind. For 
each model of teaching you will find:
 − a detailed description of the model’s key features and 
its syntax (patterns, phases, and guidelines)
 − peer coaching guides for the models, designed to 
facilitate planning, communication, and sharing of 
ideas between teachers.
USING THE PEER COACHING GUIDES
The peer coaching guides facilitate planning and 
communication between teachers who observe one 
another and profit from the observational experience. 
The peer coaching guides support teachers to share 
ideas. Peer coaching is underpinned by six principles.
PRINCIPLES FOR PEER COACHING
PRINCIPLE 1 Peer coaching builds communities of teachers who continuously engage in the study of their craft.
PRINCIPLE 2 Peer coaching partners increase their ability to teach students how to learn and to analyse 
transactions between teacher and student.
PRINCIPLE 3 Peer coaching provides a safe environment in which to learn and perfect new teaching models, 
experiment with variations of strategies, teach students new skills, and examine results. 
(Peer coaching eliminates hierarchical power structures.)
PRINCIPLE 4 In peer coaching, teachers learn from one another as they plan teaching (instruction),  
develop support materials, watch one another work with students, and think about  
how their behaviour influences students’ learning.
PRINCIPLE 5 The primary function of peer coaching partners is to learn by observing and  
helping colleagues by providing information about student responses. 
(The purpose of peer coaching is not to give expert advice).
PRINCIPLE 6 Peer coaching teams are committed to collecting data – they plan: 
 − how they will monitor the implementation of new teaching and learning strategies 
 − how they will determine the impact of each strategy on their students.
The peer coaching guides assist teachers to plan a 
teaching episode and to focus observation on key 
features of each model of practice. There are four steps 
in the peer coaching process.
FOUR STEPS IN THE PEER COACHING PROCESS
Step 1 Step 2 Step 3 Step 4
Teachers form a 
partnership to study 
student responses, and to 
plan how to help students 
learn more effectively.
The teaching peer  
prepares the peer observer 
by completing the entries 
in the Peer Coaching 
Guide: Part 1 – Preparation 
for Observation.
The peer observer 
completes the Peer 
Coaching Guide: Part 2 – 
Observation Checklist. 
Step 3 is completed in 
about five minutes.
The peer observer 
communicates the result  
to the teaching peer.
TEACHING FOR  
POWERFUL LEARNING
1
WHAT’S IN  
THIS MANUAL?
2 MODELS OF PRACTICE 1 & 2
FRAMEWORKS FOR TEACHING, 
LEARNING & MODELS OF PRACTICE
Two goals lied at the heart of curiosity and powerful 
learning: 
 − lifting our students’ academic achievement 
 − extending their learning capability. 
We can accomplish both goals if we teach our students 
how to learn at the same time as we assist them to acquire 
curriculum content. 
In Models of Learning – Tools for Teaching Joyce and 
colleagues write that teachers have the privilege of 
creating powerful contexts for learning:
Learning experiences are composed of content, process 
and social climate. As teachers we create for and 
with our children opportunities to explore and build 
important areas of knowledge, develop powerful tools 
for learning, and live in humanising social conditions.
Skilled teachers seek to integrate curriculum content, 
teaching and learning strategies, and school culture. 
When we bring together content, strategies, and culture 
the effect is to deepen and reinforce our students’ self-
confidence. 
SPEAKING OF TEACHING
Our integrating task frequently meets a significant 
barrier. The language we use to describe and share our 
teaching practice is often imprecise, even though we all 
acknowledge the importance of classroom practice. It 
is a reality of professional practice that quality teaching 
and learning is underpinned by explicit frameworks for 
teaching and learning. That is the purpose of the Models 
of Practice manuals.
This manual introduces Models of Practice by:
 − discussing the nature of powerful learning
 − describing a framework for thinking about teaching, 
based on out ‘theories of action’ approach
 − exploring the concept of models of teaching and their 
relationship to learning
 − emphasising the importance of making practice 
concrete through the use of protocols and reflection.
EXPLORING THE EVIDENCE 
ABOUT TEACHING AND 
LEARNING
The Models of Practice manuals explicitly draw on a range 
of evidence about what kinds of teaching practice power 
student learning. Consequently, at the outset it is useful to 
explore some of the evidence about effective teaching and 
learning. 
Exploration is the key. In working with teachers, school 
leaders, system leaders and students over many years I 
have come realise just how important is the willingness to 
explore. That exploration has led to this and other manuals 
in the Curiosity and Powerful Learning series, and this 
introduction discusses aspects of the work on effective 
teaching and learning described in those manuals. Earlier 
work tells us that the evidence on effective teaching can 
help us become more innovative in creating powerful 
learning environments for our students.
But research does not offer simple solutions that we follow 
without question. Research knowledge and specifications 
of teaching can have many limitations, especially if we 
adopt them uncritically. The evidence is only useful 
when we subject it to the discipline of practice through 
exercising our professional judgement as teachers. As 
Lawrence Stenhouse observed, the evidence does not 
stand as
… an unqualified recommendation, but rather as a 
provisional specification claiming no more than to be 
worth putting to the test of practice. Such proposals 
claim to be intelligent rather than correct.
As teachers we accept the responsibility of continuously 
testing the evidence and adjusting our practice based on 
what we learn about what works best for our students 
in our school. This way of valuing our work is part of our 
professional identity.
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Today we have sophisticated research evidence on how 
learning occurs and on the ways we can organise learning 
experiences to make a positive difference for our students. 
The purpose of teaching is both to help students to 
acquire curriculum knowledge, and to assist them to 
become powerful learners. The trick is to find ways of 
raising our students attainment levels at the same time 
as we expand, and make articulate, their repertoire of 
learning strategies.
The most effective curricular and teaching patterns 
encourage our students to construct knowledge – to 
inquire intensively. The result of intense curiosity is to 
increase out students’ capacity to learn and work smarter. 
Powerful learning is the ability of learners to respond 
successfully to two kinds of tasks – the tasks we set them, 
and the tasks they set themselves. Powerful learning is 
marked by six observable characteristics.
POWERFUL LEARNING IS PRESENT  
WHEN OUR STUDENTS …
integrate prior and  
new knowledge
think carefully about 
successes & failures
acquire and use 








accept that learning 
involves uncertainty 
and difficulty
Deploying this range of learning strategies is called meta-
cognition – the learner’s ability to take control over their 
own learning processes. This means that in every learning 
context our students are involved in an ‘active construction 
of meaning’. It carries implications for how we manage 
learning opportunities. Learning is interactional. It 
occurs only when the learner makes sense of particular 
experiences in particular contexts. Making sense involves 
connecting with a student’s prior knowledge and 
experience. 
The clear implication is that new learning must relate 
to, and ultimately fit with, what a student already 
understands. Learning is a process, and that process 
produces end results. This interactive view of learning is 
mirrored on page 7 of this introduction which notes that a 
teaching strategy can also be a model of learning.
TEACHING AND ACQUIRING 
SKILLS OF LEARNING
Powerful learning is concerned with teaching and 
acquiring skills of learning. If we are serious about 
personalised learning then we need a clear typology of 
the skills students we want our students to master so they 
develop their personal effectiveness and employability. 








In most countries, literacy, 
numeracy, and ICT skills are 
regarded as priorities. 
They are frequently taught and 
assessed in the core subjects of 
language, mathematics, and ICT.
Thinking and 
learning skills
These skills enable 
our students to 
become effective 
learners
Mastery of thinking and learning 
skills equips our students to raise 
their achievement by developing 
their abilities to: 
 − improve achievement by 
applying a wide range of 
learning approaches in different 
subjects
 − learn how to learn, with the 
capability to monitor, evaluate, 
and change the ways in which 
they think and learn
 − become independent learners, 
knowing how to generate their 
own ideas, acquire knowledge 







Mastery of personal skills 
equips our students to manage 
themselves and to develop and 
maintain effective social and 
workplace relationships
This skills framework clarifies what skills students should 
gain. As educators we are responsible for clarifying how 
our students gain those skills. We need to agree on two 
things in particular – how we:
 − embed these skills in teaching and learning  – we must 
teach them well and avoid the too common experience 
that students' skill development is patchy across schools 
and the system as a whole
 − develop these skills coherently across the curriculum – 
we must specify them, develop them systematically, and 
explicitly track their development.
The skills framework is consistent with trends in many 
countries. For example, the OECD’s (2005) Definition and 
Selection of Competencies (DeSeCo) Project classified into 
three broad categories the key competencies an individual 
needs for a successful life.
Interactively use physical and socio-cultural tools
 − Use language, symbols, and texts interactively
 − Use knowledge and information interactively 
 − Use technology interactively
Interacting in heterogeneous groups
 − Relate well to others
 − Co-operate, work in teams
 − Manage and resolve conflicts
Acting autonomously
 − Act within the big picture
 − Form and conduct life plans and personal projects
 − Defend and assert rights, interests, limits, and needs
To summarise, greater coherence across the curriculum is 
created by:
 − the clarity of a single skills framework 
 − better guidance and training on pedagogy.
These are the necessary foundations for ensuring 
that the essence of personalised learning is 
available for every student.  
POWERFUL LEARNING
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A FRAMEWORK FOR THINKING ABOUT TEACHING – 
THE THEORIES OF ACTION
The central characteristic of effective teachers is their ability 
to develop students who are both powerful learners and 
knowledgeable. The framework for teaching proposed below 
is to suggest a way in which all teachers can do just that.
The framework for thinking about teaching is described in 
detail in Curiosity and Powerful Learning, one of the manuals 
in the Curiosity and Powerful Learning series. The framework 
was developed by me and many colleagues during a system-
wide school improvement effort in the Northern Metropolitan 
Region of Melbourne, Australia. (Hopkins, Craig and Munro 
2011). The overall approach is described in The System and 
Powerful Learning, another of the Curiosity and Powerful 
Learning manuals.
THEORIES OF ACTION
The aim was to create a new culture of teaching and 
learning within our schools, and to raise standards of 
student attainment and learning. This required devising 
and implementing strategies that built a common 
language of instructional practice within the Region. To 
do this we refined the instructional rounds leadership 
strategy being adopted at that time across the state of 
Victoria (City et al. 2009). We worked iteratively, and 
systematically, from the existing knowledge base of 
individual teachers to develop Theories of Action. Those 
Theories of Action, validated by classroom teachers, 
formed a precise approach that disciplined and deepened 
the culture of teaching and learning of all teachers in 
schools throughout the Region.
A Theory of Action is a link between cause and effect: 
WHEN we take a particular action
THEN we expect that action to have specific effects. 
A Theory of Action connects the actions of teachers with 
the consequences of their actions – the learning and 
achievement of their students. The overarching Theory of 
Action is: 
WHEN teachers, strongly supported by their schools, 
explicitly and consistently incorporate the Theories of 
Action in their teaching 
THEN our students’ curiosity enriches their learning 
skills and their spirit of inquiry.
As is noted in Curiosity and Powerful Learning (page 6), 
we learned five important lessons from our deepening 
experience with instructional rounds and the development 
of Theories of Action.  
FIVE LESSONS FROM INSTRUCTIONAL 
ROUNDS THAT GUIDE OUR POWERFUL 
LEARNING WORK
1 Similar Theories of Action are defined and 
implemented in most schools, despite differences 
in schooling phases and contexts. 
2 To impact on student learning in a sustained way, 
it’s necessary to integrate all Theories of Action 
into a teacher’s professional repertoire. It is not a 
'pick and mix' approach.
3 All Theories of Action are characterised by 
teaching approaches with inquiry at their centre. 
4 Some Theories of Action are about the whole 
school, and some are about the individual practice 
of teachers.
5 All Theories of Action have a high level of 
empirical support in the research literature. 
(We used John Hattie’s 2009 book, Visible 
Learning, as our key source and ‘effect size’ as the 
metric for evaluation.)
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FOUR WHOLE SCHOOL  
THEORIES OF ACTION
Four Whole School Theories of Action support 
teaching for curiosity and achievement. They are 
fundamental in every school and for all teaching 
practice. They create a reliable, consistent, 
supportive environment for implementing the six 
Theories of Action for Teachers.
PRIORITISE HIGH EXPECTATIONS &  
AUTHENTIC RELATIONSHIPS
WHEN schools and teachers prioritise high 
expectations and authentic relationships
THEN curiosity will flourish.
EMPHASISE INQUIRY FOCUSED 
TEACHING
WHEN inquiry is a defining characteristic of a 
school’s culture 
THEN the level of student achievement and 
curiosity will increase.
ADOPT CONSISTENT TEACHING 
PROTOCOLS
WHEN we adopt consistent teaching protocols
THEN student behaviour, engagement, learning, 
and curiosity will be enhanced.
ADOPT CONSISTENT LEARNING 
PROTOCOLS
WHEN we adopt consistent learning protocols  
in all classes
THEN all students will experience an enhanced 
capacity to learn, and to develop skills, confidence, 
and curiosity.
SIX THEORIES OF ACTION 
FOR TEACHERS
These Theories of Action are about teaching. They 
form the core teaching protocols for the whole 
school.
HARNESS LEARNING INTENTIONS, 
NARRATIVE & PACE
WHEN we harness learning intentions, narrative, 
and pace so students are more secure about their 
learning, and more willing to take risks
THEN achievement and understanding will increase 
and curiosity will be enhanced.
SET CHALLENGING LEARNING TASKS
WHEN learning tasks are purposeful, clearly 
defined, differentiated, and challenging
THEN all students will experience powerful, 
progressive, and precise learning.
FRAME HIGHER ORDER QUESTIONS
WHEN we systematically employ higher order 
questioning
THEN levels of student understanding will deepen 
and levels of achievement will increase.
CONNECT FEEDBACK TO DATA
WHEN we connect feedback to data about student 
actions and performances
THEN behaviour will be more positive, progress will 
accelerate, and curiosity will be enhanced.
COMMIT TO ASSESSMENT FOR 
LEARNING
WHEN we commit to peer assessment, and 
assessment for learning
THEN student engagement, learning, and 
achievement will accelerate.
IMPLEMENT COOPERATIVE GROUPS
WHEN we implement cooperative group structures 
and techniques to mediate between whole class 
instruction and students carrying out tasks
THEN the academic performance of the whole class 
will increase.
The collaborative work of participating teachers and school 
leaders provided the substance for ten Theories of Action. 
That collaborative endeavour was driven by their desire to 
find even more powerful ways for their students to learn 
and to become successful. Our ten Theories of Action are 
described in detail in Curiosity and Powerful Learning. In 
summary they are as follows.
LINKING THEORIES OF ACTION WITH 
MODELS OF PRACTICE
There is an important distinction between teaching tactics 
and teaching strategies. 
In many ways the Theories of Action for Teachers are 
tactics – teacher behaviours that have a direct and precise 
impact on student learning. They are specific actions that 
respond to specific classroom circumstances. For example, 
framing a learning intention sets the context for learning, 
questioning encourages reflection and problem solving, 
group work establishes the social conditions for inquiry. 
Tactics are the core repertoire of teaching skills. 
The term 'models of practice' is used for teaching 
strategies that describe the approach for an entire lesson 
or curriculum unit. Whole Class Teaching is the best 
known model of practice. 
The good news is that in different combinations the six 
Theories of Action for Teachers comprise the essential 
building blocks for the Whole Class Teaching model 
and other models of practice. This introduction lays a 
foundation for the six models of practice described in the 
Models of Practice manuals.
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MODELS OF PRACTICE 
ARE MODELS OF LEARNING 
TOOLS FOR TEACHING
Underlying the concept of a Model of Practice is the belief 
that the teacher’s task is more than simply to ‘teach’. The 
task encompasses creating powerful contexts for learning. 
That broader scope for professional practice leads us to the 
proposition that a good teaching strategy can also be a 
powerful learning strategy. As Joyce and colleagues put it:
Our toolbox is the models of teaching, actually 
models for learning, that simultaneously define the 
nature of the content, the learning strategies, and 
the arrangements for social interaction that create 
the learning environments of our students ... Through 
the selection of appropriate models, content can 
become conceptual rather than particular, the process 
can become constructive inquiry instead of passive 
reception, and the social climate can become expansive 
not restrictive. Our choices depend on the range of our 
active teaching repertoire and our efforts to expand 
it by developing new models and studying those 
developed by others.
IMAGINE A CLASSROOM
Imagine a classroom where the learning environment 
offers a variety of models of teaching that accomplish 
a range of curriculum goals, and help students increase 
their competence as learners. 
It is a classroom that Joyce and colleagues describe 
clearly. The learning environment has seven features 
that we can both imagine and work to make real.
Bruce Joyce developed this approach in his pioneering 
work Models of Teaching, first published in 1972 and 
now in its ninth edition. Joyce describes and analyses 
more than 30 models of teaching – each with their own 
‘syntax’, phases and guidelines. Each model is designed 
with two objectives in mind: 
 − to bring about particular kinds of learning 
 − to help students become more effective learners. 
When we use models of teaching to meet these 
objectives they work as: 
 − part of an overall strategy for enhancing teacher 
professionalism
 − influential tools for personalising learning.
Models of teaching simultaneously define: 
 − the nature of the content
 − the learning strategies
 − the arrangements for social interaction that create 
the learning environments of students. 
MODELS OF TEACHING ARE 
ALSO MODELS OF LEARNING
How we teach has a large impact on our students’ abilities to educate themselves. Each model of 
teaching has a core purpose that relates how to organise teaching with ways of learning. The table shows 
examples of this relationship for the six models of teaching presented in the Models of Practice manuals.
EXAMPLES OF THE RELATIONSHIP BETWEEN MODELS OF TEACHING AND WAYS OF LEARNING
Model of teaching Learning skill Where do I find it?
Cooperative  
group work
Working productively with others on tasks requiring higher order 
thinking 
Model of Practice – 
Manual 1
Synectics Using metaphors to stimulate creative thinking and aid memory
Whole class teaching Extracting information and concepts from lectures and presentations Model of Practice – 
Manual 2
Concept attainment Grasping and shaping concepts
Inductive teaching Building hypotheses and theories through classification Model of Practice – 
Manual 3
Mnemonics Organising material in ways that aids recall of key ideas and examples 
As students’ master information and skills, 
the result of each learning experience is 
not only the content they learn, but also 
the greater ability they acquire to approach 
future learning tasks with confidence and 
to create increasingly effective learning 
environments for themselves.
They practise building 
hypotheses and theories 
and use the tools of 
science to test them. 
They learn how to extract 
information and ideas from 
lectures and presentations, 
how to study social issues 
and how to analyse their 
own social values. 
These students also 
know how to profit 
from training and how 
to train themselves in 
athletics, performing arts, 
mathematics and social 
skills. 
Perhaps most importantly, 
they know how to take 
initiative in planning 
personal study, and they 
know how to work with 
others to initiate and carry 
out cooperative tasks. 
They know how to make 
their writing and problem 
solving more lucid and 
creative.
In such classrooms the 
students learn models for 
memorising information, 
how to attain concepts 
and how to invent them. 
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PROTOCOLS AND REFLECTION AS PART 
OF PROFESSIONAL PRACTICE
On page 3 it's observed that specifications for teaching – 
including Theories of Action and models of practice – are 
only useful when we subject them to the discipline of 
practice through exercising our professional judgement. 
Very often we run into difficulty on the matter of 
professional judgement, as we explain on page 4 of 
Curiosity and Powerful Learning: 
City and colleagues (2009) note, teaching is often 
characterised by an individualism in which the person 
and their teaching practice are intertwined. This 
perspective leads to the proposition that ‘my teaching 
practice defines who I am as a person.’
Yet other professions share a common practice and 
open it to public scrutiny. This is a helpful perspective 
for teachers because it leads to a different proposition: 
‘my teaching practice is an instrument for expressing 
who I am as a professional.’ 
City and colleagues adopt a precise definition of 
teaching practice: 
We mean a set of protocols and processes for 
observing, analyzing, discussing and understanding 
instruction that can be used to improve student 
learning at scale. The practice works because it 
creates a common discipline and focus among 
practitioners with a common purpose and set of 
problems. 
Seen like this, practice is a way for teachers to express 
their current understanding of their work, their 
knowledge about their work, and their beliefs about 
what makes the work important. All these things 
change because a teacher’s professional knowledge, 
skill, expertise, and understanding of their work are 
always expanding. 
These perspectives lead us to emphasise the use of 
protocols, both with the Theories of Action and the 
Models of Practice. 
They also lead us to emphasise teacher reflection. 
Experience suggests that critical, systematic reflection 
is a necessary condition for quality teaching. Reflection 
assists us to continue developing a mastery of our chosen 
craft. Through reflection we harmonise, integrate, and 
transcend the necessary classroom management skills, and 
the personal aspects of our teaching practice. Reflection 
enables us to shape a strategy that has meaning for our 
students.
BALANCING WHOLE CLASS, SMALL 
GROUP, AND INDIVIDUAL LEARNING 
There is ongoing debate about the appropriate balance 
between whole class, small group, and individual activities. 
Working out that balance depends on what works best 
for our students. It is the models of learning and teaching 
we choose that have the greatest direct effect on student 
achievement. Efficient models of teaching make two 
assumptions:
 − that we will organise the whole class to pursue 
common learning objectives
 − individual differences in achievement are comfortably 
met within our organisation of the whole class.
Creators of efficient and effective teaching models have 
an overall educational scheme in mind – the whole class, 
small group work and individual work are part of that 
scheme. 
As Bruce Joyce elegantly phrased it, ‘the operational 
repertoire of the teacher is the critical element in the 
calculus of effects.’
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STARTING WITH  
SELF-ASSESSMENT
The context and conditions that support effective teaching 
and learning underpin the Models of Practice manuals. 
The Self-Assessment Tool: Classroom and School Conditions 
will assist you to establish an understanding of the 
classroom and school conditions in your current context.
SELF-ASSESSMENT TOOL:  
CLASSROOM AND SCHOOL CONDITIONS
PART 1: THE CLASSROOM CONDITIONS
Part 1 of the Self-Assessment Tool poses 24 statements about teacher practice in 
classrooms. Use the rating scale to indicate how far these statements match your own 





















1.1 Teachers demonstrate positive regard for all pupils
1.2  Teachers conduct their relationships in the classroom in ways 
that demonstrate consistency and fairness and build trust
1.3  Teachers understand and show that communication with pupils 
involves listening as much as speaking
1.4  Teachers make their classrooms places where pupils can safely 
experiment with behaviours involving choice, risk-taking, and 
personal responsibility




















2.1  Teachers establish clear boundaries to, and expectations of, 
student behaviour
2.2  Teachers use a system of rewards and sanctions that:
 − emphasises expectations
 − promotes student self-esteem and self-discipline
2.3  Teachers use active management strategies to create and 
maintain an appropriate classroom environment
2.4  Teachers show consistency, and flexibility, in responding to 
students and events




















3.1  Teachers build variety into lesson plans
3.2  Teachers adjust classroom arrangements in response to student 
feedback during lessons
3.3  Teachers employ strategies that enable pupils to find meaning 
in lesson activities





















4.1  Teachers demonstrate a range of classroom management skills 
in the lessons
4.2  Teachers employ various teaching strategies or models within 
their lessons
4.3  Teachers trial and refine new teaching models as part of their 
own professional development





















5.1  Teachers discuss with each other the nature of teaching 
strategies and their application to classroom practice and 
schemes of work
5.2  Teachers establish specifications or guidelines for new teaching 
strategies
5.3  Teachers agree on standards used to access student progress as 
a result of employing a range of teaching methods
5.4  Teachers engage in mutual observation and partnership 
teaching during lessons




















6.1  Teachers use systematically collected classroom-based data in 
their decision-making
6.2  Teachers employ effective strategies for reviewing progress and 
the impact of classroom innovation on student progress
6.3  Teachers are widely involved in the process of data collection
6.4  Teachers establish clear ground rules for collecting, controlling, 
and using their school-based data
10 MODELS OF PRACTICE 1 & 2
PART 2: THE SCHOOL CONDITIONS
Part 2 of the Self-Assessment Tool poses 24 statements about your school. 
Use the rating scale to indicate how far these statements match your own 
perception of the school – in other words, your personal view of it.  




















7.1   In this school we talk about the quality of our teaching
7.2   As a school we review the progress of changes we introduce
7.3   Teachers make time to review their classroom practice





















8.1    Our long-term aims are reflected in the school’s plans
8.2    In our school the process of planning is more important than 
the written plan
8.3    Everyone is fully aware of the school’s Priorities for 
Development





















9.1    In this school we ask students for their views before we make 
major changes
9.2    This school considers parents’ views when changes are made to 
the curriculum
9.3    Staff work with the school’s governing body to decide the 
school’s future directions 
9.4    In our development work we effectively use external support 





















10.1    Professional learning is valued in this school
10.2   School policies place emphasis on professional learning
10.3    In this school the classroom is the focus of professional 
learning






















11.1    Staff who take on coordination roles are skillful in working 
with colleagues
11.2   We get tasks done by working in teams
11.3   We are kept informed about key decisions





















12.1   All staff in the school have a clear vision of where we are going
12.2   Senior staff delegate difficult and challenging tasks
12.3   Senior staff take a lead on Priorities for Development 
12.4   Staff are given opportunities to take on leadership roles
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SELF-ASSESSMENT TOOL:  
ANALYSIS SUMMARY
The Self-Assessment Tool is primarily concerned with assessing and diagnosing a school’s 
classroom conditions. Consequently, the analysis is best undertaken across the whole 
school rather than an individual basis. 
There are 12 sub-scales in the Self-Assessment Tool. Each scale has four items. The analysis 
needs to be completed by sub-scale rather than item. 
A score of 1-4 is given to responses for each item as follows: 
 − ‘Rarely’ scores 1
 − ‘Sometimes’ scores 2
 − ‘Often scores 3 
 − ‘Nearly always’ scores 4. 
The scores are totaled for each sub-scale using the summary table below. 
The data make most sense if expressed as percentages. When the data are presented in 
this way it is easy to highlight patterns of responses, particularly when the percentage 
response for ‘often’ and ‘ nearly always’ are added together. 
CLASSROOM CONDITIONS – SUMMARY 




2. Boundaries and Expectations
3. Planning for Teaching
4. Teaching Repertoire
5. Pedagogic Partnerships
6. Reflection on Teaching
SCHOOL CONDITIONS – SUMMARY 
Subscale Rarely Sometimes Often
Nearly 
always






12 MODELS OF PRACTICE 1 & 2
COOPERATIVE GROUP WORK 
THE MODEL OF PRACTICE
Cooperative group work is a model of teaching where 
students, working together in small groups on a range 














As a model of teaching, cooperative group work has 
a powerful effect in raising student achievement. 
Cooperative group work: 
 − harnesses the synergy of collective action
 − combines the dynamics of democratic processes with 
academic inquiry processes
 − encourages active participation in learning and 
collaborative behaviour by developing both social and 
‘academic’ skills. 
HOW COOPERATIVE GROUP WORK 
BENEFITS OUR STUDENTS
Cooperative group work is a remarkably flexible practice 
model. It draws on many methods – including individual 
research, collaborative enquiry, and plenary activities – and 
integrates them into a powerful teaching tool. The model 
provides students with opportunities to: 
 − practice and refine negotiating, organising and 
communication skills
 − define issues and problems
 − devise ways to solve issues and problems, including 
collecting and interpreting evidence
 − hypothesise, test and re-evaluate.
Cooperative group work quickens and deepens learning. It 
enhances many cognitive abilities. In particular, cooperative 
group work:
 − engages higher cognitive abilities like the capacity to 
form and reform concepts, and to transfer knowledge 
across domains 
 − helps develop the basic skills of memorisation – deep 
learning enhances the capacity to memorise, hold, and 
recall information 
 − creates a cohesive learning context that supports 
students at all ability levels
 − encourages positive feelings among group members, 
reduces loneliness and alienation, builds relationships, 
and shapes affirmative views of others. 
THE TEACHER’S ROLE
Using the cooperative group work teaching model, 
teachers can conduct more subtle and complex learning 
strategies that achieve a number of learning goals 
simultaneously. The model supports teaching styles that 
vary from didactic to ‘light touch’ where a teacher is more 
adviser and guide than director. 
There is a particular teacher role in facilitating 
effective small group learning. It is important to look 
for opportunities that help group members perceive 
and acknowledge the value of working together and 
interacting productively. This particular facilitation practice 
can include:
 − calling attention to a specific instance of student 
cooperation, and congratulating them for it
 − encouraging students to congratulate each other and to 
articulate the benefits of cooperation. 
Cooperative methods of learning are effective when 
carefully planned, implemented and monitored. 
Cooperative methods have enormous potential for 
encouraging classroom success when they are introduced 
in systematic and coordinated ways.
Cooperative group work is effective when the teacher: 
 − plans activities that ensure students work together so 
that all learn
 − decides who sits with whom
 − uses small groups of three or four (and only uses groups 
of five or more for specific purposes)
 − decides whether mixed ability or settled groups are 
required, depending on the activity
 − reminds students they have agreed ground rules for 
enhancing cooperation
 − deploys a variety of learning strategies in groups
 − creates a context for learning that supports both 
students of all abilities.
Productive group work in any context relies on group 
norms, rules, and procedures. Often they are not 
articulated – we are left to pick them up as we go. 
Cooperative group work asks teachers to be proactive. 
Norms and rules are established through discussion with 
students before cooperative groups are formed in a 
classroom. Teachers also induct students in cooperative 
group work procedures before the teaching model is 
deployed. These aspects of the teacher’s role are discussed 
on pages 15 and 18.
WELL PLANNED COOPERATIVE GROUP 
WORK LEADS OUR STUDENTS TO:
 − depend on each other to complete a task
 − accept their individual responsibility to the 
rest of the group
 − discuss with each other, often using higher 
order thinking skills
 − teach each other, which helps them memorise 
facts and concepts more easily
 − develop better social skills, which encourages 























The syntax of a teaching model refers to the patterns, 
phases and guidelines that characterise the model. The 
syntax comprises three elements.
THE SYNTAX OF A TEACHING MODEL
Element 1 Element 2 Element 3
The cognitive 
and social 










students as they 
work to attain a 
concept
PRINCIPLES OF COOPERATIVE 
GROUP WORK
The cooperative group work teaching model can call 
on many teaching strategies. They are all underpinned 
by five principles that comprise the syntax of this model 
of teaching. These principles become tools for solving 
problems associated with group work.





All members of a group feel 
connected to each other in 
accomplishing a common goal. 
This means all individuals must 




Every member of the group is held 
responsible for demonstrating 




Group members are close in 
proximity to each other. They enter 





Group members exercise 
Interaction skills. These skills enable 
groups to function effectively. They 
include taking turns, encouraging, 
listening, clarifying, checking, 
understanding, probing. 
Interaction skills enhance 
communication, trust, leadership, 





Group members assess their 
collaborative efforts and collectively 
target improvements.
SETTING GROUND RULES 
Effective group work involves an agreed set of ground 
rules that:
 − emphasise self-respect and respect for other group 
members 
 − create efficient working patterns. 
Preparation for introducing cooperative work group 
includes the teacher leading a whole class discussion in 
which ground rules are negotiated. When developed 
collaboratively ground rules are accepted and followed 
more readily. Cooperative groups can refine them later to 
suit particular tasks and needs. 
The fundamental purpose of ground rules is to establish 
norms of civilised and democratic behaviour which all 
group members are entitled to rely on. With that purpose 
in mind, the negotiation aims to agree on rules that 




10% of what we read
20% of what we hear
30% of what we see
40% of what we both see and hear
60% of what we write
70% of what we discuss with others
80% of what we experience personally
90% of what we teach someone else
Cooperative group work plays to 
natural advantages in how we learn.
1. It is the wo
rk that matters
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not who I am w
orking with.
2. I will not in
terrupt anybod
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3. I will listen
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4. I will praise
 others when t
hey make a 
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5. I will be res
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and what I say.
6. I will respe
ct the opinions
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of my group’s m
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8. I will not m
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or behave badl
y. 












Groups of three or four are easier to manage 
cooperatively. Groups of two can work in some instances. 
It is best to use groups of five or more only if it is clear 
to you that large groups are necessary for a particular 
learning purpose. 
USING STUDENT TEAMS ACHIEVEMENT 
DIVISIONS (STAD)
The Student Teams Achievement Divisions (STAD) strategy 
is a planned approach to forming productive cooperative 
groups. STAD involves four stages. There is also a 
preparatory stage which is explained on the following page.
STAGE 1 – TEACHER INSTRUCTION
The teacher explains what students are going to learn 
in the lesson and why it is important. After reviewing 
prerequisite skills, the teacher introduces the topic and 
sparks curiosity, perhaps with an intriguing demonstration 
or outlining a real-life problem. 
As the topic is developed the teacher: 
 − concentrates students’ attention on meaning and 
understanding
 − engages the whole class in demonstrating the 
essential skills and articulating the concepts the topic 
requires of them 
 − balances verbal and illustrative demonstration. 
GOOD PRACTICE AT THIS STAGE INCLUDES
Frequently assessing student understanding through 
questions.
Frequently explaining why answers are correct or 
incorrect.
Carefully moving from concept to concept.
Maintaining pace by moving steadily through the 
material, eliminating interruptions, and reducing the 
number of questions.
STAGE 2 – TEAM STUDY
In cooperative groups, students work on a task related 
to the material presented in Stage 1. If a worksheet, 
factsheet, or prompt sheet is used, only one or two 
copies are provided to each group. This encourages group 
members to work together. 
The teacher emphasises the cooperative nature of the 
activity. Group members check with each other to make 
sure everyone knows enough to answer the test questions 
that follow the activity. 
Answers to questions posed as part of the activity are 
rehearsed in the group. Questions that arise during group 
work are always put to the group first before asking the 
teacher or members of another group. If, for example, 
there are four members in each group then the rule is: 
‘Ask three before me’. 
During Stage 2 the teacher circulates among the groups, 
prompting encouraging, monitoring endeavour, sitting 
with teams, observing, and listening to progress reports.
STAGE 3 – TEST
Students are tested in Stage 3. The test’s purpose is to 
reveal what students have learnt individually, and to 
calculate how much performance has improved. Before 
the test is administered students move to a new seating 
arrangement away from their group members. They 
complete the test on their own.
Team performance is measured according to improvement 
scores. A baseline score is best established by the pre-test, 
post-test method. Students are tested before they have 
learnt about the topic (at the beginning of the lesson), and 
then immediately after. This means each team member 
competes against their own standard and not against 
other team members.
In the STAD strategy the pre-test could occur at the start or 
the end of Stage 1. In some curriculum areas there may be 
alternative ways of establishing a baseline score by which 
to measure improvement. In maths, for instance, previous 
test scores could be converted into numeric values, 
replacing the need for a pre-test. However, the advantage 
of a pre-test, post-test approach is that students can relate 
performance more directly to a specific learning activity.
STAGE 4 – TEAM RECOGNITION
Group scores are calculated as an average and rewards 
– such as certificates – are distributed. Groups are lured 
to greater efforts if you use a graduated success system 
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STAD IN ACTION 
STAD creates an environment where mixed ability groups cooperate to raise the attainment of each individual. 
Using STAD over several lessons involves seven steps spread over STAD’s four stages.
PREPARATORY STAGE 
Step 1 Test your students on the topic they will study next. This is the pre-test. 
Explain that there may be low marks across the class because they have not learned this topic yet. 
Always emphasise, however, that you expect high marks at the end of the topic.
Step 2 After the test is completed, one student marks the answers of another student as you give out the test 
answers. 
Step 3 Collect the marks and use them to divide the class into mixed ability groups for later lessons. Ideally there 
are four students in each group. 
Each group should have roughly the same average score. You might group the student with the best score 
with two middle scorers and the lowest scorer. 
It is important that students know the average scores for each group are roughly the same. (There is no 
need to disclose individual scores.)
Step 4 Explain that the class will take the test again when the topic is completed. 
Make it clear that the group’s goal is to improve the average mark of their group at the final test. This 
introduces fair competition between groups and underlines your high performance expectations.
STAGE 1 – TEACHER INSTRUCTION, AND STAGE 2 – TEAM STUDY
Step 5 Teach the topic using a variety of activities, some of which involve the group working together. This takes 
several lessons. 
The group’s ongoing task is to ensure that every member understands key ideas and concepts.
As far as possible invoke the rule that questions are put to all group members before they are put you. This 
leads students to think more deeply about how to solve a problem or deal with uncertainty, and frees you to 
circulate among the groups. 
STAGE 3 – TEST
Step 6 Students individually complete the post-test which is the same as the pre-test (or a slight variation of it). 
Recalculate the average score of each group.
STAGE 4 – TEAM RECOGNITION
Step 7 Praise the scores of the most improved groups.
Distribute awards.
Where appropriate, you can also praise individual students’ improvement scores  (the difference between 



















INDUCTING STUDENTS INTO 
COOPERATIVE GROUP WORK
What do you do to set the right culture at the start of 
term with your classes, even if you do not intend to do any 
cooperative group work for the first few weeks?
On page 14 we emphasised 
the need to establish agreed 
ground rules for cooperative 
group work. On page 15 is an 
example of the kinds of rules 
that might emerge from your 
negotiation with students 
about how group members will 
interact with each other. This is 
an important early step in the 
induction process.
The ground rules and STAD 
provide insights into how 
cooperative groups work 
in classrooms. Those insights provide a context for 
considering how best to prepare your students for an 
unfamiliar way of organising their classroom. They need to 
be comfortable with cooperative group work procedures 
and expectations if they are to gain the most from group 
work and contribute effectively to it.
It is important to induct your students into the culture and 
procedures of cooperative group work some time before 
you first use the teaching model. Over several lessons 
you can use some of the ideas presented on this page 
in the induction process. These ideas achieve induction 
objectives like:
 − introducing students to classroom organisation of group 
work that is based on task or similar interests rather 
than habit or friendship group
 − emphasising the expectation that students work 
towards a group objective with people they don’t 
usually work with
 − familiarising students with adopting individual roles 
with a group structure
 − signal to students that groups may change during 
a lesson, as is required in some cooperative group 
processes.
Remember that your induction process must include a 
discussion with the whole class during which ground rules 
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Give each table a colour 
or other marker. Hand ou
t 
coloured stickers to each 
student as they arrive and
 
ask them to sit at the tabl
e 




































Allow students to choose their own groups with restrictions; for example, groups of four with two boys and two girls wherever possible.
Students sit in groups of 
four and number off 1-4. 
Ask all students with the 
number 1 to move to the 
next table in a clockwise 
direction. 
Continue with variations; 
for example, all students 
with the number 4 move 
in an anti-clockwise 
direction, or all students 
with numbers 1 and 2 
move at the same time in 
the same direction.
are teaching and asking 
them to move into small 
groups with others who 
have the same names. 
For example, different 
polygons, particular 
characters, levels of the 
food chain.
Cooperative groups often 
rely on students accepting 
allocated roles like envoy 
or recorder. Introduce 
the idea of accepting 
allocated roles by giving 
students names according 


































If there are 24 students present ask them to form six groups of four students 
each. Ask them to number 
themselves 1-4. Then ask them to find all the other students with the same number.










12 STRATEGIES FOR 
COOPERATIVE GROUP WORK
Twelve cooperative group work strategies are 
described on the following pages. They are 
described in order of the time taken to use each 
strategy effectively – the quick ones are described 
first and those that take up a whole lesson or 
more are at the end. 
1 BRAINSTORMING 
page 19
2 NUMBERED  
HEADS
page 19
3 LISTENING  
TRIADS
page 20
4 RAINBOW  
GROUPS
page 20










9 REMEMBER THIS 
page 22







TIME ON TASK AND FEEDBACK
For all cooperative group strategies teachers can usefully 
adopt two consistent practices.
The first is to give your students a time scale at the start of 
group work. A time scale helps students attend to the task 
or tasks involved, and assists you to maintain lesson pace. 
Signalling the time scale might take forms like this:
 − In the next three minutes we are going to …
 − Over the next three lessons we will work towards …
The second practice is to signal that you will seek feedback 
about how well groups are working. This helps ensure 
students work cooperatively on task and provides feedback 
to you about task structure, group structure, monitoring 
that may be necessary in future, lesson pace and so on. 
You can collect feedback using group work strategies. 
Three strategies are particularly useful for gathering good 
feedback:
Numbered Heads  (page 10)
Rainbow Groups (page 20)
Envoys (page 20)
COOPERATIVE GROUP 
STRATEGY 1 – 
BRAINSTORMING
Brainstorming can assist small groups to prioritise key 
ideas, respond to certain tasks, or select topics for further 
work.
Groups of three or four are asked to contribute ideas/
thoughts/words off the tops of their heads related to a 
particular topic or problem. 
All contributions are listed without comment and form the 
basis for further work.
Brainstorming is also called ‘mind showering’.
COOPERATIVE GROUP 
STRATEGY 2 – 
NUMBERED HEADS
Each member of the group has a number (1, 2, 3, 4). The 
number is allocated by the teacher or by group members 
themselves. 
During a learning activity, any number in the group can 
be asked to report to the whole class on their group’s 
progress. The report will often be about what other group 
members have suggested. 
All group members make notes because any member may 
be asked to report back. 
Numbered Heads ensures all students get a fair share of 
‘air time’. It ensures everyone in the group is responsible, 













STRATEGY 3 – 
LISTENING TRIADS
Students work in groups of three. Each member takes up 
one of the following roles and its duties.
Talker Explains or comments on an issue or 
activity
Questioner Prompts or seeks clarification
Recorder Makes notes and, at the end of the 
(brief) time, reports on the conversation
Next time Listening Triads are used, the roles within the 
group are changed round.
You may need to have one or two groups of four, 
depending on the number of students. In groups of four 
you can appoint two students as Recorders. They can both 
report on the conversation and the group can discuss 
similarities and differences in the two reports.
COOPERATIVE GROUP 
STRATEGY 4 – 
RAINBOW GROUPS 
Each student in a group is allocated a colour by the 
teacher, or by group members themselves. 
When groups finish their work, or come to the end of the 
allotted time span, students with the same colour form 
new groups to compare what they have achieved.
COOPERATIVE GROUP 
STRATEGY 5 – 
TWOS TO FOURS
Students work together in pairs on a problem or task. 
They join with another pair to explain what they have 
achieved and compare this with the work of the other 
pair. They might then be asked to choose the key ideas 
from their joint contributions. During the task the teacher 
encourages them to listen, explain what they have learnt, 
and respond to the views of others.
Variation
A variation of Twos to Fours is based on questioning. For 
the lesson, the teacher prepares two different sources 
of material which complement each other – passages of 
prose or poetry, a diagram, a picture. 
Students work in pairs. Half the pairs work on Source A 
and half work on Source B. A specified time is allocated 
for students to devise a set of questions based on their 
source. The teacher can periodically pose questions to 
prompt higher order questioning. 
Pairs working on Source A then swap sources and 
questions with pairs working on Source B. Pairs then 
respond to the questions they have received. Answers are 
then swapped and peer marked. 
This method means students look at two different sources 
and learn to set questions as well as answer them. 
Extension
Ask groups of four to discuss the process by responding to 
these questions: 
 − What were the most significant questions and why? 
 − What were the most difficult questions and why? 
 − How could questions be improved?
 − What other questions could have been asked?
Class discussion of responses to these questions provides 




STRATEGY 6 – 
ENVOYS
The envoy technique has a member or members of a 
group moving to another group to share/receive products 
of group work without the need for a formal presentation. 
An envoy collects information from the groups they visit 
and takes it back to their original group where it is used to 
advance their own work and to benchmark their progress.
COOPERATIVE GROUP 
STRATEGY 7 – 
CRITICAL FRIENDS
Using a simple guide list, one group member is responsible 
for observing and recording how the group works 
together. 
The teacher can supply a guide list, the whole class can 
devise it, or each small group can develop its own. 
The observer watches and listens as the rest of the group 
works. At a set time the teacher asks the observers to 
feedback their observations to their group. 
Critical Friends assists students to learn how to evaluate 
their own work, and to plan how to work more 
cooperatively next time.
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COOPERATIVE GROUP 
STRATEGY 8 – 
JOINT TASKS
Students are asked to discuss tasks in pairs, or groups of 
three or four. This is especially valuable if more than one 
correct answer to a problem or question is possible. 
Joint Tasks can turn many tasks into deeper learning 
activities, as the following examples show.
JOINT TASKS IN ACTION: 
HERE IS THE ANSWER.  
WHAT IS THE QUESTION?
This is an excellent starter. It is used frequently in 
mathematics where students think of as many questions as 
possible to a specified answer, such as ‘50’. 
It differentiates learning well as group members are 
encouraged to make their questions as complex as 
possible. 
This technique can be used across the curriculum. Creative 
questions can flow from answers like Lady Macbeth, 
global warming, revolution, a fast heartbeat, zig-zag 
stitches, Picasso and estimating how many steps it takes to 
reach the school gate.
JOINT TASKS IN ACTION: 
SEQUENCING
Sequencing can involve:
 − drawing a flow chart such as a set of small diagrams 
in science showing the stages of an experiment in the 
correct order
 − ordering a set of small labelled pictures or sentences in 
foreign languages, such as ‘going shopping’
 − collaborating to write a set of written instructions for 
how to do a problem or investigation in mathematics
 − ordering the lines of a poem.
JOINT TASKS IN ACTION: 
TRANSFORMING
Ask students to transform a paragraph of information into 
a table, or into a labelled diagram or graph.
JOINT TASKS IN ACTION: 
DIAMOND NINE
Diamond Nine involves giving students nine pieces of 
information and asking them to prioritise the pieces, as 
shown in the diagram below. The information could be 
about baking a cake, preparing a bill for Parliament or 
Congress, getting ready for the school day, making a 
decision as a coach of a sports team, or explaining the 
result of an experiment. 
(A detailed description of Diamond Nine appears on pages 
xx-xx in Models of Practice 3&4, one of the accompanying 
manuals in this series.)
















REMEMBER THIS FOLLOWS SEVEN STEPS
Step 1 Students who are allocated the number 1 
stand with the teacher who holds up the 
image so the rest of the class cannot see it.
The teacher counts to 10 during which 
time students study the image. 
Students then return to their groups.
Step 2 The returning students have one minute to 
draw and talk about what they have seen.
Step 3 Steps 1 and 2 are repeated for students 
who are allocated the number 2.
Step 4 At this point the teacher focuses group 
discussion with questions like these:
 − Do you think you have looked for the 
main purpose of the diagram?
 − Is there anything you know you have 
got wrong so far?
 − What do you think the next person to 
come to the front should look for?
These questions focus the learning so 
group discussion is more purposeful. It’s 
best not to be directive. Avoid suggestions 
like ‘make sure you have looked at the 
title’ – this is learning for the students to 
manage.
Step 5 Steps 1 and 2 are repeated for students 
who are allocated the numbers 3 and 4.
(In groups of three students, the student 
with the number 1 becomes number 4, 
the student with the number 2 becomes 
number 1, and so on. This means every 
group is fully engaged throughout the 
activity.)
Step 6 The teacher repeats Step 4 using similar 
questions.
Step 7 The whole process runs through again so 
that every student has two opportunities to 
look at the image before returning to their 
groups.
After Step 7 the teacher displays the image so the 
whole class can see it. There are many ways to conclude 
Remember This. Two good alternatives are explained 
below.
TWO ALTERNATIVES FOR CONCLUDING 
REMEMBER THIS
Alternative 1 Groups can self-assess their work or 
swap diagrams with another group for 
peer assessment. 
The teacher can provide a mark 
scheme heavily weighted to the 
significant items on the diagram – for 
example, five points if for the correct 
title. This teaches students to look for 
the purpose of a diagram in future.
Alternative 2 Conduct a plenary that focuses 
attention on what happened during 
the activity. One way to provide focus 
in a plenary is to:
 − ask each group to come up with 
three bullet points, or a text 
message of no more than 50 
characters, about what they would 
do differently next time
 − ask each group to share their bullet 
points, or text message, with the 
class
 − after all groups have shared, invite 
discussion.
Remember This is used in many contexts – for example:
 − in a music lesson the image could show four bars from 
a simple piece which students listen to at the same time 
as the teacher holds up the image, and which they then 
return to their groups and write down
 − in an English lesson the image could be of a set at the 
start of a play – students return to their groups and 
draw a graphic representation of the set
 − in a mathematics lesson the image could be of an 
interesting shape made with cubes which is covered by 
a towel and revealed for 10 seconds  – students then 











STRATEGY 9 – 
REMEMBER THIS
Remember This is a fun activity for the main part of a 
lesson. It requires students to look at an image in much 
more depth than they usually do. It is particularly useful in 
subjects which use diagrams, or have photographs on test 
papers. 
Remember This can be noisy, but purposeful learning takes 
place when it is managed well. You may want to use a 
whistle to manage the noisy times!  
Divide the class into groups of four. The group assigns a 
number to each group member. (If class numbers don’t 
divide neatly it’s better to have groups of three than 
groups of five.)
The teacher will need a printed or hand drawn copy of 
the image. Depending on the size of the image, it may be 
easier to have two copies and hold one in each hand. You 
will also need show a copy of the image using a projector. 
Each group will need several sheets of plain paper, a 
pencil, and a rubber.
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COOPERATIVE GROUP 
STRATEGY 10 – 
SPOTTING THE RELEVANCE
Spotting the Relevance is designed to provoke thinking 
about relevant responses. 
The teacher chooses a question and lists relevant answers 
on separate cards. The teacher then adds some cards 
containing other correct facts about the topic which are 
not strictly relevant to the question set. All the cards fit 
onto a single A4 Sheet.
The cards are numbered, but not in a logical order. 
Students work in groups of three. They have a sheet of 
A4 paper to use as a frame, and the cards in an envelope. 
Each group sorts the cards into three categories.
Category A Responses they think are relevant. 
The cards with these responses are 
placed on the A4 sheet of paper.
Category B Responses they think are irrelevant.
The cards with these responses are 
placed around the A4 sheet of paper.
Category C Responses they are unsure about, or 
disagree about.
These cards are placed half on and half 
off the A4 sheet of paper.
In the example shown on the following page, the teacher 
has listed 18 questions. If your students were responding 
to the question in the example, the result of their 
groupwork will look something like this, using an A4 page 
as a frame.
EXTENSION TASKS
Some groups will finish earlier than others so extension 
tasks can be set. 
Extension 
task 1
Put all the relevant responses in a 




 − Can you change the wording on 
cards in Categories B and C to make 
them relevant to the question?
Extension 
task 3
Envoys compare their results with other 
groups which have finished to help 
resolve cards in Category C.
The group work is usually followed by a whole class 
feedback session using Numbered Heads (see page 19). 
This session includes discussion about a sensible order of 
relevant responses for answering the question. 
The teacher can set the question for a later class or for 
homework. As a means of differentiation some students 
can refer to a sheet of the responses, and some asked to 
remember the responses and to add extra information. 
Spotting the Relevance is especially useful for questions 
about topics to which experience suggest students 
may respond inadequately. The teacher can put on the 
cards responses appearing in students’ answers to the 
question. This interactive and focused way of revising 
is more engaging and productive than many traditional 











SPOT THE RELEVANCE IN ACTION: 
POWERING QUEEN ISLAND
Here is an example of a question and associated 
cards. (Remember that all the cards will fit onto a 
single A4 page.)
Queen Island lies approximately 200km off the 
coast of mainland Australia. The small island is part 
of the Australian state of Tasmania. At present, 
85% of the electricity supply for the residents 
comes from a fossil fuel powered generation plant, 
with the remaining energy being fed into the grid 
from non-fossil fuel energy sources. 
There are no sources of fossil fuel on or around  
the island. 
There is a plan to increase non-fossil fuel sources to 











Why did the fire at Buncefield fuel depot get of control, meaning  
that the M1 motorway has to be closed in December 2005?
1. Queen Island has just over 3000 permanent residents
2. Over Christmas, there is a marginal increase in the population
3. Queen Island is midway between the Victorian and Tasmanian coasts
4. There are frequent but usually short interruptions to the power supply
5. The plan is to increase non-fossil fuel sources to provide up to 60% of the 
island’s electricity needs
6. The remaining energy requirements of the island are met from non-fossil fuel 
resources
7. 85% of the electricity supply comes from a fossil fuel powered generation plant
8. There are no fossil fuel resources on Queen Island
9. Flinders Island, 80 kilometres to the east, has some fossil fuel resources
10. Caltex ships fossil fuels to island
11. Fossil fuels are shipped to the island every week
12. Fossil fuels are shipped from the refinery in Melbourne
13. The state governments Victoria and Tasmania support the move but the 
national government does not
14. Part of the plan is for a large-scale battery storage system to provide electricity 
at appropriate times during the day
15. The Queen Island Council strongly supports the proposal
16. Queen Island is located in the Roaring Forties of Bass Strait
17. There is a daily average tide of 3.5m on Queen Island
18. Queen Island receives an average of 5.6 hours of sunshine per day.











STRATEGY 11 – 
DESIGN A...
Design A… encourages students to think together. Groups 
of three are best. Groups of four work well if one member 
of the group is a Critical Friend (see page 20). 
Students are provided with a long list of useful 
characteristics for a role or artefact – for example:
 − a factory worker
 − an animal well adapted to its environment
 − possible ingredients for a recipe
 − possible extras for a bike. 
Ask students to choose a limited number of these – six 
will do. This task requires students to decide what sort of 
person or artefact they are thinking about. 
An open ended list is the better as decision making will 
then involve lots of argument. Numbered Heads (see page 
19) or Twos to Fours (see page 20) are useful ways of 
generating class feedback prompted by questions like:
 − What sort of person/artefact were you looking for? 
Why?
 − Which characteristics do you choose quickly?
 − Which did you argue about and why?
 − Why do you think some groups chose differently than 
others?








































































Nous cherchons quelqu’un qui est…  
DESIGN A... IN ACTION: 
DESIGN AN IDEAL FACTORY WORKER
(For a history lesson this example could be modified to 
focus on factory workers after the industrial revolution.)
You are the owner of a sweat shop in a developing 
country. You have won a contract with big brand company 
to manufacture baseball caps. To meet this contract you 
have to take on more workers. 
Read through the list below and underline five to six 
characteristics you will look for in your workers. Be 
prepared to share the reasons for your choices.
Aged between 12 and 16 Uneducated
Ambitious Single person
Kind Independent
Married with a family Good team worker
Fit Male
Educated Nimble fingers
Has strong opinions Slim
Talkative Female
Trade union member Sociable
Tall Currently in debt
Strong hands Aged over 20
A leader Lives locally
DESIGN A... IN ACTION: 
DESIGN A FRENCH AMBASSADOR
(This example can be adapted for any foreign language 
class.)
An alien from another planet has arrived on Earth. 
Fortunately, the alien speaks French. 
Your task is to create an advertisement to recruit an 
ambassador that Earth will send to the alien race. The 
advertisement will be placed on French recruitment 
websites so that you can recruit a fluent French speaker 
for the job. 
You must think hard about what personal characteristics 
the ambassador will need. Choose the five or six best 
words from the list. 
You have three minutes to read the list and then you 
can ask any questions about the task or about items of 
vocabulary.
You can then lead the class in writing the 
advertisement in full. Depending on the level of 
language skill, you could ask small groups to write 












STRATEGY 12 – 
JIGSAW
At the start of a lesson divide the class into groups of four. 
These are the Home Groups. The groups have a set of five 
topics or tasks. It is likely that completing all Jigsaw tasks 
will take two or more lessons. (For Jigsaw you may choose 
to use groups of five – a larger number than usual for 
cooperative group work.)
In Jigsaw, group members allocate responsibility for the 
five tasks or topics between themselves. 
Members of the Home Group then disperse to join 
members of other groups. The new groups are called 
Expert Groups. Their members study one of the five tasks 
or topics, becoming experts. 
Set a time limit for Expert Group work. When the Expert 
Groups have completed their research, members return 
to their Home Groups and teach the topic to their Home 
Group. The responsibility of researching and becoming 
experts in their chosen field helps students concentrate on 
their learning. 
Some teachers believe that in Jigsaw students only learn 
the part of the work in which they are experts. Solutions 
to this include: 
 − asking non-experts to report back to the whole class 
 − use Jigsaw for tasks that are about forming opinions 
rather than new knowledge
 − revising a topic.
JIGSAW IN ACTION: 
RESOLVING CONFLICTS
Here is a complete Jigsaw task description for a 
primary or elementary school class on resolving 
conflicts and treating each other with respect. 
Note that this example joins two kinds of 
cooperative group work – Brainstorming and 
Jigsaw. Brainstorming is described on page 
xx. This example is provided to demonstrate 
the flexibility with which you can combine 
cooperative group work strategies.
Learning Objectives
At the end of this Jigsaw students will:
 − Understand different kinds of hurtful 
behaviours
 − Identify strategies for dealing with hurtful 
behaviours
 − Work with classmates to grow an 
environment where students treat each 
other with respect.
Materials
 − Index cards
 − Pencils/pens











This Brainstorming session follows six steps.  
The arrows ➔ indicate a particular task for the teacher.
Step 1 Students work in groups of four – these will become their Home Groups 
when the Jigsaw strategy is introduced. 
The task for each Home Group is to brainstorm hurtful incidents they have 
experienced or witnessed.
Step 2 Individually, students write incidents on index cards. 
 ➔ Ensure that there is only one incident on each index card.
 ➔ You may like to give the class an example to get them going, like: ‘I felt 
very hurt when my friend called me mean names.’
 ➔ Allow sufficient time for each student to write at least 2-3 cards.
 ➔ Make sure students do not put their names on their cards.
Step 3 Students put all the cards in the middle of their table and mix them up. 
Students then take turns selecting a card and reading it aloud to the Home 
Group. 
Step 4 Ask the students to sort the cards into categories of types of hurtful 
behaviours.
 ➔ You may like to give them examples of categories, like name calling, 
gossip, exclusion from a party group or activity, physical aggression.
Step 5 Ask each group to share their categories with the whole class and write 
them on the board. 
If a category is repeated or similar, ask if it can be combined with something 
already on the board. 
 ➔ Try to narrow the focus to four categories hurtful behaviours, and no 
more than eight.
Step 6 Ask for consensus that these are the categories of hurtful behaviours we 
identified as a class.
JIGSAW STEPS
This Jigsaw session follows 11 steps.  
The arrows ➔ indicate a particular task for the teacher.
Step 1 Within their Home Groups students count off 1-4.
Step 2 Ask students to form Expert Groups with students who have the same 
number.
Step 3 Assign each Expert Group a category of hurtful behaviours. 
Students in these groups will become experts on ideas for ways to deal with 
the behaviour.
 ➔ If you have more than four categories, assign two categories to each 
group. 
Step 4 Ask students to brainstorm different helpful ways to deal with the hurtful 
behaviour. 
 ➔ Ensure that all potential solutions are included and recorded by the group.
Step 5 Ask students to evaluate the solutions they have recorded. Evaluation 
questions could include:
 − Does the potential solution create a win-win so every party benefits in 
some way?
 − What are the positives and negatives of each proposed solution? 
 − Do the positives outweigh the negatives?
 − Can some solutions be combined?
 − Are the solutions realistic – would you do this?
 ➔ For some evaluation questions you may need to take time to explain what 
is meant either before starting the evaluation process or during it.
Step 6 Ask students to agree upon the best solutions to share with their Home 
Groups.
Ask students to decide how they will communicate their solutions and 
practice doing so in their Expert Groups.
Step 7 Students return to their Home Groups. 
Each student shares the behaviour they problem-solved and the solutions 
they identified.
Step 8 Each student revisits the cards they wrote at the beginning of Brainstorming 
session. 
Ask each student to pick one of the incidents they recorded and would 
like to role play for their Home Group, applying one of the newly identified 
solutions.
Step 9 With one other Home Group member, each student role plays the incident 
they selected. 
The other two Home Group members observe the role play and identify what 
went well, and what could be improved.
Step 10 Allow each student to role play their incident. 
Each student provides and receives feedback on the role play and use of the 
solution.
Step 11 Finish the Jigsaw session with a class plenary to discuss what they have 
learned.
27
PEER COACHING GUIDE:  
LEARNING THROUGH 
COOPERATIVE INQUIRY
This Peer Coaching Guide takes a general perspective 
on cooperative groups. It does not deal with specific 
cooperative learning strategies. You may wish to focus 
peer coaching on a specific cooperative learning strategy, 
and to complete Parts 1 and 2 of the Guide with that 
strategy in mind. 
As we noted on page 1, there are four steps in the peer 
coaching process.
Step 1 Teachers form a partnership to study student 
responses, and to plan how to help students 
learn more effectively.
Step 2 The teaching peer prepares the peer observer 
by completing the entries in the Peer 
Coaching Guide: Part 1 – Preparation for 
Observation.
Step 3 The peer observer completes the Peer 
Coaching Guide: Part 2 – Observation 
Checklist. 
Step 4 The peer observer communicates the result to 
the teaching peer. 
Step 3 is completed in about five minutes.
PEER COACHING GUIDE:  
PART 1 – PREPARATION FOROBSERVATION
QUESTIONS FOR THE TEACHING PEER TO COMPLETE
What are the learning outcomes for 
the cooperative group work lesson, or 
series of lessons?
How will you organise the class for this 
teaching episode? 
How many groups do you plan to 
select, and what size will the groups 
be?
How will group memberships be 
determined?
What approach to teaching/learning 
will you use? 
If you are not using a specific model of 
teaching, what instructional strategy 
will you use?
How will you use cooperative groups 
throughout the teaching episode? 
What cooperative tasks will you give to 
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PEER COACHING GUIDE:  










QUESTIONS FOR THE OBSERVING PEER TO COMPLETE
Are students clear about the tasks they 
are expected to accomplish?
If yes, what evidence do you see that 
shows they are clear about the tasks? 
If not, identify what aspects of the task 
they were unclear about?
Are students showing that they know 
how to cooperate to accomplish the 
tasks assigned? 
Is there anything they appear to need 
to know to be more productive?
Are students regulating their own 
behaviour, keeping on task, dividing 
labour, taking turns? 
Could they profit from having 
any aspect of group management 
modelled for them?
What sort of leadership patterns are 
students using?
Do they acknowledge one or more 
leaders in the group? 
Are the students discussing process? 
Are the students respectful to one 
another?
As the peer observer: 
 − familiarise yourself with the plan set out in 
Part 1, 
 − situate yourself in the room so that you can 
observe about six to eight students closely – 
usually two groups of students engaged in a 
cooperative work task. 
During the teaching episode: 
 − concentrate on the behaviour of students
 − comment on their performance.
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PEER COACHING GUIDE:  
DISCUSSION
After the teaching episode the peer observer relays their 
observations to the teaching peer. Then discuss the 
operation of the groups observed. Use these questions to 
guide discussion:
 − Are student relationships in the groups purposeful? 
 − Is student productivity in the groups satisfactory? 
 − Can you develop a plan for helping students become 
more purposeful and productive?
When developing a plan for improving the operation of 
cooperative groups it is useful to remember the following 
practice points.
Practice point 1 Providing practice is the simplest and most powerful way to help 
students learn to work productively. 
This is especially true if they have little experience working in 
cooperative groups.
Practice point 2 The smaller the group, the more easily students can regulate their 
own behaviour. 
In smaller groups students can often solve their own problems.
Practice point 3 Demonstration has more influence than exhortation. 
A teacher can join a group and show the students how to work 
together. 
(The observing peer can participate in a study group too.)
Practice point 4 Simpler tasks are easier for students to manage. 
Breaking complex tasks into several smaller ones often allows 
students to build their skills through practice.
Practice point 5 Praising appropriate behaviour gets results. 
If two groups are performing at different levels, it often helps 
to praise the productive group and then join the less productive 
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SYNECTICS 
THE MODEL OF PRACTICE
Synectics is a model of teaching that encourages 
students to make connections between concepts 





The synectics teaching model aims to increase individual 
and group creativity by helping students to stretch and 
reformulate their ideas. The model uses creative thought 
to generate new and different ways of thinking about an 
issue or a problem. But it is a way of problem-solving that 
is different to logical thought. It requires students to think 
in ways that may be illogical – even ridiculous! 
Synectics: 
 − uses analogies to increase students’ creative expression, 
empathy, and insight
 − stresses the relationship between creative activity and a 
deeper understanding of ideas.
The synectics teaching model develops students’ creative 
capacity and refines creative thinking skills for use across 
the curriculum. These higher level thinking processes may 
go by different names – ‘creativity’ in the arts, ‘innovation’ 
in the sciences, ‘invention’ in engineering – but they all 
rely on creative processes to foster the same intellectual 
processes.
Synectics uses three types of analogy to encourage creative 
thought. Each type moves students away from learned 
solutions and the usual ways of thinking about a problem.




A simple comparison of two objects or 
concepts. The comparison draws out 
features that present both concepts in 
new, extended ways. 
For example, you might ask questions 
like these in a biology lesson: 
 − How is blood like a waterfall? 
 − Why is skin like glass?
Thinking about the way two elements 
or ideas are similar and different: 
 − stimulates creativity and imagination 




Supports students to express how they 
feel as if they were immersed in the 
problem. 
Personal analogy: 
 − sparks students’ empathy and 
involvement with the ideas or 
problems they are comparing
 − encourages students to imagine 
the situation or problem from a 
perspective other than their own.
Compressed 
conflict
Students provide a two-word description 
of an object, person, or situation. The 
words selected are opposites, or seem to 
contradict each other. 
The two-word description compresses 
meaning by using only two frames of 
reference for a single concept. 
Compressed conflict engages higher 
order creative thinking. It helps students 






THE MODEL IN ACTION
COACHING
SYNECTICS – THE SHORT TERM AND 
THE LONG TERM
Effective use of synectics develops over time. 
In the short term synectics extend students’ thinking about 
different concepts and problems. 
In the long term, after repeated use, synectics engenders 
creative thinking skills that improve students’ learning. 
ELEMENTS OF AN EFFECTIVE 
SYNECTICS LESSON
Effective synectics lessons involve careful classroom 
management. There are six keys to planning and 
conducting a synectics lesson.





THE MODEL IN ACTION
COACHING
SYNTAX
The syntax of a teaching model refers to the patterns, 
phases and guidelines that characterise the model. The six 
phases of the synectics teaching model are described in 
the table below. 
It is important to note that within a lesson you can use 
some phases on their own (such as personal analogy) to 
generate creative thinking. 




Students identify what they know about a particular topic. They can do this in many 
ways – formulate the problem, speak or write about the topic, enact a problem, draw a 
representation of a relationship.
Let’s assume that you ask your students to write a paragraph about the lifecycle of a fish.
Phase Two
Direct analogy
The purpose of Phase Two is to generate creative ideas about the topic.
On completing Phase One aske your students to create and write down some direct 
analogies. For example:
 − How is water like a feather? 
 − How is a fish like bullet? 
 − How are dead leaves like scales on a fish? 
Phase Three 
Personal analogy
Ask your students to engage in a personal analogy based on a scenario you present. 
For example, the scenario might be:
 − Imagine you are a fish swimming away from a predator.
Now pose a question that relates to the scenario:
 − As the fleeing fish, how do you feel? 





Ask students to use their responses to generate compressed conflicts. 
Compressed conflicts are limited to two words. They have an implicit tension or incongruity. 
Examples of compressed conflicts could include: 
 − ‘scared bravery’ 
 − ‘desperate confidence’ 
 − ‘threatened security’.
Phase Five 
Direct analogy
Ask students to choose two of the compressed conflict word pairs. Then engage them in a 
direct analogy by posing a question based on the selected word pairs.
Questions you could pose include: 
 − Can you imagine a situation in which you were ‘desperately confident’? 




Ask students to write a new paragraph about the lifecycle of the fish. The task is to 
incorporate ideas generated from the analogies they developed.
Encouraging students to capture their creative thinking in a new paragraph extends their 
ideas achieves deeper understanding of the topic.
KEYS TO PLANNING  





All students must be able 
to see the blackboard or 
whiteboard easily. 
This is more important than 




During a synectics exercise 
students will need access to 
writing materials for Phases 
Two and Six (described on 
the following page).
For the other phases it is 
best if students have no 
equipment or books to 





 − the processes we use 
in synectics may seem 
very complex and even 
strange
 − you may not always 
let them know exactly 
what they will be doing
 − you will always let them 




4 Always encourage students 
to accept that extreme ideas 




Always emphasise that 
thinking is working. 
It is important to reinforce 





Always emphasise that 
everyone is expected to 








 ³ THE MODEL IN ACTION
COACHING
SYNECTICS IN ACTION:  
20,000 LEAGUES UNDER THE SEA 
The lesson’s focus is Jules Verne’s classic novel. The 
elements in this example are adaptable to other texts. 
This example follows the six phases of the synectics model. 
It is designed for use in the middle years and assumes 
students have read all, or a significant portion, of the 
novel.
Learning Objective
At the end of this synectics exercise students will:
 − deepen their understanding of how story elements 





Ask the whole class to describe 
the setting of the novel with 
specific words or phrases. 
Write adjectives and phrases 
offered by students on the board, 
so all students can see them
Offer a stem sentence and ask students to complete it. 
Here are two examples.
Example 1 Example 2





 − full of adventure
The Nautilius is . . .
 − new 
 − innovative








Ask students to make a simple 
comparison between the setting 
of the novel described in Phase 1 
and an object or another place. 
Write on the board a stem 
sentence like this: 
The ocean/Nautilius is like …
Ask students to complete the 
sentence with their ideas. 
Encourage students to share their 
ideas with others and respond 
to the ideas of others with 
supporting details from the book.
You can support students to embark on direct analogy in 
many ways. Here are two examples.
Example 1 Example 2
Provide a category for the 
analogy and ask students 
to give a specific response 
to it. 
You can offer a category 
using a question such as:
The ocean is like what 
kind of building? 
You may get responses like:
 − The ocean is scary like 
a haunted house full of 
unknown things. 
 − The ocean is quiet like 
a library.
Provide a direct analogy 
and ask students to 
explain it.
You can frame a direct 
analogy as a question, 
such as:
How is the Nautilius 
like a prison? 
You may get a response 
like:
 − The passengers can’t 
get out!









Ask students to think about the 
setting and events of the novel 
from a different perspective. 
Rather than imagining adventure 
in the Nautilius from the point of 
view used in the novel, imagine 
the possible thoughts and feelings 
of the giant squid, the Red Sea 
corals, the diver’s suit, or other 
significant objects in the story.
Students develop their ideas and 
write them down before sharing 
their favourite ideas in small 
groups and then the whole class.
There are many ways that you can assist students to grasp 
the intent behind generating personal analogies. Here are 
two examples.
Example 1 Example 2
You could ask students to 
imagine how the Antarctic 
ice shelves felt as the 
Nautilus passed by.
You may get  
responses like:
 − The ice shelves felt 
the vibration of 
the Nautilius as it 
approached. 
 − The ice shelves felt the 
heat generated by the 
engines of the Nautilus 
and were frightened of 
cracking.
You can prompt students 
with a direct question that 
elicits a personal analogy. 
You might ask a question 
like this:
What does the 
maelstrom near the 
end of the book think 
about the escaping 





Ask students to review the ideas 
and themes emerging from 
Phases 1-3 and to select two 
descriptive words from earlier 
conversations. 
It’s very important that the words 
seem contradictory in some way. 
For example: 
 − ‘thrilling prison’
 − ‘isolating adventure’. 
Conduct a whole class plenary 
in which students report on and 
discuss their sets of contradictory 
words. 
Write the word pairs on the board 
for all students to consider.
Phase Five 
Direct analogy
Individually or in small groups, 
students select a favourite set of 
contradictory words from Phase 4. 
Now create a direct analogy for 
that set of words by making a 
simple comparison. 
For example:
 − A thrilling prison is like getting 
the shoes I wanted and finding 
out they are too small. 
You can support students in 
this task with questions that 





Remind your students of the 
learning objective – to deepen 
their understanding of how story 
elements interact in the novel. 
In small groups students discuss 
how developing creative analogies 
has changed their understanding 
of the novel’s setting. 
Support their inquiry with 
questions bearing directly on the 
learning objective. For example:
How does the setting affect 
plot events, characters, and the 
overall tone of the novel? 
Ask students to use their new 
insights to develop an analysis of 
the novel’s setting. 
Students make a record of their 
insights and analysis. Invite a 
variety of recording options, such 







 ³ THE MODEL IN ACTION
COACHING
SYNECTICS IN ACTION:  
EXPERIENCES OF NEW IMMIGRANTS
The lesson’s focus is on human migration. This example 
follows the six phases of the synectics model. It is designed 
for use in the middle years.
Learning Objective
At the end of this synectics exercise students will:
 − Develop an appreciation of the challenges and needs 






Ask the class to think about places 
they have travelled to or from – cities, 
states, countries – and to make a 
personal list of those they have strong 
memories of.
After they have finished making their 
lists ask for examples. Record them in 
columns where all students can see 
them.
For a group of students in Australia your list may look 
something like this.
Cities States Countries
Brisbane Northern Territory New Zealand
Mount Gambier Tasmania Malaysia
Launceston Victoria Canada
Ballarat New South Wales Italy
Perth Western Australia China
Phase Two
Direct analogy
Ask students to think about the 
different ways people travel to other 
locations, near and far. Lists responses 
on the board as students generate 
ideas about modes of transportation. 
Each student now picks one location 
from their own list. In pairs, discuss 
how easy or difficult it would be to 
travel to that location using the modes 
of transportation identified by the 
class. 
Each student picks one location from 
their list and generates two analogies 
describing travel to that location using 
two different modes of transportation. 
You can help them create analogies by 
offering examples such as:
 − Travelling by helicopter to the 
grocery store in Mount Gambier 
would be as silly as mail begin 
delivered by pelicans.
 − Travelling to the centre of Perth in a 
hot air balloon would be like a lazy 





Put this proposition to your students:
Imagine we had one more form of 
transportation, a time machine, but 
one that only travels back in time 
100 years.
Thinking about the location they 
selected for their analogies in Phase 
2, ask students to discuss these 
questions in pairs or small groups:
 − What would it feel like to go back 
to those locations 100 years ago? 
 − How would the people react to you 
and the way you look and talk?
Set aside time following discussion for 





Ask students to select from their 
reflections words that describe 
emotions or feelings which are 
opposite to the ones they had when 
thinking about their real travels to the 
selected location. 
Students write their selected words in 
a column on the page.
Now ask students to generate word 
pairs by adding next to each word 
another ‘feeling’ word. The added 
words must contain a contradiction of 
some kind. For example, the first word 
might be ‘confused’. The word pair 




Using their list of word pairs, 
ask students to apply the pair in 
describing the feelings of immigrants 
moving from another country into the 





Remind your students of the learning 
objective – to develop an appreciation 
of immigrants’ challenges and needs.
In small groups, or as a whole class, 
ask students to discuss migration 
using questions such as: 
How do our experiences travelling 
to new places (like the cities, 
states, countries, we listed at the 
beginning of the lesson) differ from 
those of immigrants moving to our 
country? 
What challenges might people 
moving to a new country 
experience? 
How can we use this information 
to improve experiences for 
immigrants?
Set aside time following discussion 
for students to write down their 
reflections to the final question above.





THE MODEL IN ACTION
 ³ COACHING
PEER COACHING GUIDE:  
LEARNING TO THINK 
METAPHORICALLY
The Peer Coaching Guide is designed to assist peer 
coaching of the synectics model of learning and teaching. 
When planning a lesson, the teaching peer can work 
through the Guide and complete the ‘Teacher’ items. The 
items guide you through the model. 
The peer observer uses the Guide to familiarise themselves 
with the plans of the teaching peer and to make notes 
about what is observed. 
The role of peer observers is to observe students during a 
lesson and to provide feedback about student learning. By 
observing the whole process in a class you gain ideas for 
your own teaching. The teaching peer is the coach who 
is demonstrating a teaching episode for you. When you 
teach and are observed, you become the coach. 
As we noted on page 1, there are four steps in the peer 
coaching process.
Step 1 Teachers form a partnership to study student 
responses, and to plan how to help students 
learn more effectively.
Step 2 The teaching peer prepares the peer observer 
by completing the entries in the Peer 
Coaching Guide: Part 1 – Preparation for 
Observation.
Step 3 The peer observer completes the Peer 
Coaching Guide: Part 2 – Observation 
Checklist. 
Step 4 The peer observer communicates the result to 
the teaching peer. 
Step 3 is completed in about five minutes.
PEER COACHING GUIDE:  
PART 1 – PREPARATION FOR OBSERVATION
QUESTIONS FOR THE TEACHING PEER TO COMPLETE
Do you want to 
suggest a focus for the 
analysis? 
If so, what is it?
THE TEACHING PROCESS – CONTENT AND PROCESS OBJECTIVES
Most lessons have both content and process objectives: 
 − content objectives identify subject matter (facts, concepts, generalisations, 
relationships) to be mastered by students
 − process objectives specify skills and procedures students need if they are to learn 
productively from the cognitive and social tasks of the synectics model.













What are the 
content objectives 











Are the students 
familiar with the 
synectics model? 
Do they need 
special assistance 
or training about 
any aspect of the 
process used in the 
synectics model?
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PART 1 – PREPARATION 
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 ³ COACHING
THE TEACHING PROCESS – SIX PHASES OF THE SYNECTICS MODEL
QUESTIONS FOR THE TEACHING PEER TO COMPLETE
Phase One – Describe the present condition
Describe how you will elicit students’ ideas 
about the topic you will explore with them. 
What will you say or do to orientate them?
Phase Two – Direct analogy Phase Three – Personal analogy 
What stimuli will you use to prompt students 
to make the direct and personal analogies? 
Please describe the material you will use, and 
process you will adopt, to stretch students 
toward unusual and surprising comparisons.
Phase Four – Compressed conflict Phase Five – Direct analogy 
Describe how you will initiate Phases Four 
and Five. 
Describe how you will explain compressed 
conflict to your students.
Describe how you will present the following 
tasks to your students:
 − select word pairs that manifest great 
tension 
 − generate analogies that represent the 
tension. 
Phase Six – Re-examine the original task 
Describe how you will present the re-
examination task. 
What will you ask your students to do?
Describe how the products of Phase Six will 
be shared and used. 
Will they lead to further reading, writing, 
data collection, experimentation?
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QUESTIONS FOR THE OBSERVING PEER TO COMPLETE
What behaviours did you observe 
that suggest students were clear 
or unclear about the lesson’s 
content objectives?
What behaviours did you observe 
that suggest students were 
comfortable or uncomfortable 
about the lesson’s process 
objectives?
Do students appear to need 
specific help with some aspect of 
the synectics process?
Phase One 
Comment on the students’ 
response to the originating task in 
Phase One.
Phases Two & Three
Comment on student responses to 
the stimuli. 
Did they generate more literal 
comparisons or more analogistic 
comparisons?
QUESTIONS FOR THE OBSERVING PEER TO COMPLETE
Phase Four & Five
Comment on the student response 
to the Phase Four task. 
Were they able to generate 
creative analogies? How rich was 
the product?
Comment on students’ 
understanding of the concept 
‘compressed conflict’. 
Phase Six
Comment on the products of the 
students’ work. 
What effect do you think the 
metaphoric exercises had on their 
products?
Can students see the effects of 
the metaphoric activity in their 
products? 
Did the students use the products 







THE MODEL IN ACTION
 ³ COACHING
PEER COACHING GUIDE:  
DISCUSSION
Comments on student training needs
To improve student performance, the first question to 
explore is whether it will improve with practice. Repetition 
of the synectics learning and teaching model gives 
students a chance to learn to respond more appropriately. 
The second question to explore is how we might directly 
teach students the skills they need to manage the tasks 
entailed in the synectics model.
The six phases of the synectics model
Work through the observations made about student 
responses to each of the six phases.
In particular, discuss:
 − the skills students used to engage in the activities 
 − students’ ability to make comparisons
 − students’ ability to take the roles required to make 
personal analogies 
 − students’ understanding of the structure of compressed 
conflicts and how to use them. 
Are there opportunities to improve learning outcomes for 
this particular class by changing the way any of the phases 
is approached?
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